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Abstract
The purpose of this study was to explore the relationships between educators’ perceptions
of the quality of Professional Development to which they have been exposed and three outcomes
related to school productivity: specifically, teacher retention, teacher satisfaction, and student
proficiency in basic skills. For that purpose, secondary data extracted from the 2013
administration of the Teaching, Empowering, Leading and Learning Questionnaire (TELL) were
merged with pertinent school demographic information archived on the Tennessee Department
of Education (TDOE) website. Once combined, these data were subsequently used to identify
some 1425 schools with complete information on all variables of interest. Representing the
independent variable was the scale mean computed across the thirteen items constituting the
Professional Development subsection of the TELL. Serving as dependent variables were the
percentage of respondents who intended to return to their present schools the following year, the
mean level of respondents who agreed that their school was “a good place to work and learn,”
and separate elementary and secondary indices of student achievement.
The results of a Hierarchical Multiple Regressions indicated that the teacher-perceived
quality of Professional Development appears to make a substantial contribution to teachers
“staying” on the job, increasing the proportion of variance explained in the percent of returning
teachers by roughly 12%. Similarly, a second Hierarchical Multiple Regression showed that the
teacher-perceived quality of Professional Development was linked to teachers’ finding their
school overall “a good place to work and learn,” amounting to a 13% increase in the proportion
of variance explained in satisfaction. Finally, after controlling for student demographic
characteristics, a statistically significant association between the teacher-perceived quality of
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Professional Development and students’ basic skills proficiency was also observed, but proved to
be only slight regardless of school level, albeit larger at elementary than secondary institutions.
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Chapter 1
Introduction
Emergence of the Problem
Professional Development (PD) is regarded as a cornerstone for the implementation of
standards-based reform (Fishman, B. J., Marx, R. W., Best, S., & Tal, R. T., 2003). It is
important for teachers to implement strong teaching strategies that makes a difference in each
student’s life. Educational researchers have learned a great deal about what comprises effective
Professional Development (Hawley & Valli, 2000), yet, report after report depicts the state of
teacher Professional Development practices as deficient. Professional Development should have
a direct focus on one thing, and that’s student learning. Effective PDs should aim to address the
weaknesses of current practices in light of new educational reform demands. Over support of
PDs may have an abysmal effect for changing teacher practice and student achievement. Many
researchers cite the deficiency in terms of quantity (i.e., not enough hours of Professional
Development), and recent research indicates that substantive pedagogical change requires
extended Professional Development over time (Supovitz & Turner, 2000). The quality of
Professional Development, however, is a critical issue that must be addressed. Educators
continue to know relatively little about what teachers learn from Professional Development
(Frechtling, Sharp, Carey, & Vaden-Kiernan, 1995; Wilson & Berne, 1999). Do students learn as
a result of PDs? The desired effect is to develop newer approaches to teacher learning period.
Tennessee’s PDs for teachers have undergone significant changes due to limited money used for
stimulus money.
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States are expected to use their Race to the Top funding to recruit, train, and deploy
curriculum development coaches to support teachers in the transition to a more rigorous,
transparent Professional Development. For example, in Tennessee’s 2010 Race to the Top
Application, improving teacher Professional Development was specifically cited as a way to
increase student achievement scores (Suppovitz, 2001). Data remains limited on the impact of
these initiatives. Tennessee state law requires that all teachers attend specific Professional
Development training sessions and requires school districts to set aside five days for in-service
training; however, districts determine the type of Professional Development provided. School
districts choose Professional Development to offer and provide most of the necessary training with
local resources and funding. Moreover, funding for effective PDs should emphasize practices that
will turn students into critical thinkers and problem solvers.
Indeed, the availability of Professional Development opportunities is an important
indicator of teacher professionalism in schools. Based on data from the 1999-2000 School and
Staffing Survey (SASS), which asked teachers about their participation in a variety of
Professional Development activities over that year, participation in Professional Development
was high in both charter and traditional public schools. Teachers in both types of schools
reported that they had regularly scheduled collaboration with other teachers on instructional
issues (74 percent in each case). Teachers in traditional public schools were more likely than
teachers in other school settings (i.e., charter schools) to attend workshops, conferences, or
training) (Loewus, 2017).
Prior Literature and Statement of Problem
While research and practitioner literature repeatedly underscore the need for high-quality
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and targeted Professional Development (Newmann & Wehlage, 1995; DarlingHammond, 1996; Hord, 1997; DuFour & Eaker, 1998; Reyes, Scribner, & Paredes Scribner,
1999; Thiessen & Anderson, 1999), current practices that seek to improve schools through
professional learning are fragmented and do not establish conditions for sustainability within
schools. The literature defining Professional Development comprises of many small-scale and
large-scale researches such as, assessment of certain practices and approaches for enhancing
learning and teaching, thorough case studies for improving teaching and learning, and research
surveys of teachers regarding their experiences of Professional Development. The challenge is
how to ensure that these practices are in every classroom and in every teacher’s repertoire of
professional practice. The current state of school reform efforts at the school, district, and state
levels do not identify effective Professional Development nor do they help teachers develop and
improve (Brandt, Mathers, & Olivia, 2007).
Recently, additional research has cited indicators that point to the growth of professional
learning communities (PLCs) as a model for teacher support. Carrie Leana (2011) found a positive
relationship between social capital-based strategies by teachers observing each other in the
classroom and providing feedback and Mathematics achievement gains were measured in a
representative sample of 130 elementary schools in New York City over a one-year period. John
Hattie’s 2009 synthesis of 815 meta-analyses of teaching practices relating to achievement shows
that the high-yield instructional practices (such as enabling teachers to know what other teachers
do and learning from them, accelerated by use of data and technology) all had significant effects
on student learning. In his most recent book, “All Systems Go,” Michael Fullan (2011) reported
that interest in PLCs has moved from researchers to a growing movement among practitioners. He
proposes that PLCs should be judged by their effectiveness at creating cultures of
3

professional learning on a system-wide scale. That is, effectiveness should be determined by how
a PLC affects teaching practice and student achievement in a particular school. Fullan cautions
that the term has traveled faster than the concept, and that many schools have rallied around the
banner of PLCs with only superficial implementation that show little effect on school
improvement efforts. The development of models to support the implementation of a holistic,
synergistic, and comprehensive approach to Professional Development is clearly needed with
low job satisfaction.
Purpose of the Study and Research Questions
The purpose of this study is to explore the relationship between educators’ perceptions of
the quality of Professional Development to which they have been exposed at their schools and
the three outcomes measures of organizational school effectiveness, namely teacher retention,
job satisfaction, and school academic performance in core subjects. The competing values
framework (CVF) was an ideal conceptual framework for examining these relationships because
it provides a means for testing the impact and importance of a holistic approach to Professional
Development on varied measures of organizational performance. The CVF is a general
organizational model of effectiveness that has been used in the management field especially in
corporation communication, public relations and public affairs, human resources, business and
management, and public policy (Quinn & Rohrbaugh, 1983). The framework is widely accepted
but it has limited empirical tests/applications in a broad range of organizational research,
particularly in school settings. Represented by responses to two dozen items selected from the
2013 state-wide administration of the Teaching, Empowering, Leading, and Learning survey in
Tennessee (TELL Tennessee), the specific CVF dynamics under investigation are embedded in
the three research questions following:
4

Research Questions
The following research questions will guide this study:
Research Question One: Over and above the influence of student and faculty characteristics
and the school’s status as a low, moderately, or high performing elementary or secondary
institution, is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and their future professional intentions as
“stayers,” “movers,” or “leavers”?
Research Question Two: Over and above the influence of student and faculty characteristics
and the school’s status as a low, moderately, or high performing elementary or secondary
institution, is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and their general satisfaction with their working
conditions?
Research Question Three: Over and above the influence of student and faculty
characteristics is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and student proficiency in Reading and
Mathematics at the elementary level and Algebra and English at the secondary level?
Significance of the Study
Research suggests that Professional Development activities could influence teacher
satisfaction and subsequent plans to remain in teaching (Parkes & Stevens, 2000.) As today’s
school are struggling with closing the achievement gap, teacher retention, and turnover,
Professional Development is a component that may be used to gauge how teacher perceive the
effectiveness of the training that they receive. By focusing on these factors that teachers use to
5

determine whether to remain at the same school will help school administrators in the
development and execution of their Professional Development program to recruit and retain high
quality teachers to improve student achievement. Investigating the rationale behind what teacher
perceive about Professional Development is something that each school may reflect and have an
immediate impact on teacher retention, student achievement, and teacher turnover. The decline
of schools not meeting their academic goals and retaining teachers has resulted in administrators
being forced to re-evaluate their Professional Development and hiring process within their
schools. This critical, but often overlooked, component may significantly contribute to
addressing the struggle that school district face with improving student achievement, teacher
retention, and teacher turnover.

Limitations of this Study

There are several limitations to be noted regarding this study. First, because this study
focuses on teacher perceptions, we may not necessarily draw the conclusion working conditions
in any school will consequently influence teachers’ career decisions. A combination of actual
behavior and propensity to give socially desirable responses might be considered to fully account
for self-report bias. More rigorous analysis using, for example, data on teachers over two time
periods (i.e., TELL Surveys in 2011 and 2013) that could observe whether a good percentage of
teachers who made the commitment to remain in teaching at the same school are more satisfied
with their current school.
A related limitation was the study's reliance on survey data, which was often prone to
unobserved heterogeneity. The researcher is enable to know, for example, whether teachers
report the true quality of Professional Development at their school, or even if their feelings and
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overall job attitude actually represent a satisfying work environment and a true intention to stay
on the job. Measures of satisfaction and intention to stay on the job may be thought of as
measures of particular feelings or emotional states, and they are typically measured with
reference to a particular point in time. It implies that teachers with different career intentions
view working conditions differently — which may have consequences for their overall judgment
of satisfaction. It also implies that out-of-field assignments, teachers in special education
classrooms, teachers with excessive loads, as well as high school teachers may have powerful
impact on teachers’ perceptions of working conditions – and subsequently on their overall job
attitude. Our school-level aggregate data holds constant all other potential explanations.
Likewise, our school-level averages for each CVF item scale allows us to examine measures of
the work context that are not influenced by reporting bias or individual differences (Boyd et al.,
2011).
Third, the data employed here was a snapshot of topically organized school climate
responses. Longitudinal data linking teachers to schools as they remain in the same schools
would allow for analysis of how the same teachers respond to school climate items tied to
balanced CVF profiles. Longitudinal data would also make it possible to examine the
implications of time varying factors on teacher satisfaction. Besides increasing accountability
pressures on teachers, the new teacher evaluation system (Tennessee Educator Acceleration
Model or "TEAM") contains a number of provisions with direct implications for teacher
satisfaction, including use of multiple measures of professional practice aligned to student
growth and achievement gaps, which could result in the loss of teaching positions for some
schools, and the potential for teacher dismissals for those who are considered ineffective.
Because the state enacted the First to the Top Act of 2010 that required teacher evaluations and
7

implemented state-wide in school 2011, the TELL survey data coincide the time period in which
schools could feel the direct effects of many of these provisions.
Definition of Terms
In this section, specific terms are defined that are pertinent to understanding this study.
As literature uses the following terms differently, a concise definition is used to clarify the
terminology:
(1). Competing Values Framework- The competing values framework (CVF) is an
organizational model of effectiveness used in a wide array of academic disciplines (i.e.,
business and management, sociology and public policy) (Quinn & Rohrbaugh, 1983).
(2). Leavers- Are teachers that do not return to the teaching profession (The Coalition of
Education, 2016).
(3). Movers- Are teachers that go to another school. (The Coalition of Education, 2016)
(4). Organizational Culture- Organizational culture is a shared set of beliefs and values,
reinforced by an organization's symbols and structure, and manifested in the way
people think and act (Meyer, Stanley, Hersscovitvh, & TopoInytsky, 2000).
(5) Stayers- Are teachers that remain at the school. (The Coalition of Education, 2016)
(6) Teacher Retention- The ability of schools to keep their classrooms staffed with quality
teachers (Perrachione, Rosser, & Petersen, 2008, p. 1).
(7). Tennessee Educator Acceleration Model (TEAM)- is about principals and teachers
working together to ensure the best possible instruction every day. Through frequent
observation, constructive feedback, student data, and Professional Development, TEAM
is designed to support all educators in doing their best work to help every student learn
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and grow (Tennessee Department of Education, n.d.).
(8). Total Quality Management- Total Quality Management (TQM) is an ideology that
all organizational functions must link together to meet the needs of those it serves as
well the objectives of the organization (Hashmi, 207). TQM considers an
organization as a compilation of systems that must aim on a continuum of
improvement by utilizing the knowledge and experiences of workers.
(9) Professional Development (PD)- a wide variety of specialized training, formal
education, or advanced professional learning intended to help administrators, teachers,
and other educators improve their professional knowledge, competence, skill, and
effectiveness. When the term is used in education contexts without qualification, specific
examples, or additional explanation, however, it may be difficult to determine precisely
what “Professional Development” is referring to (The Glossary of Education Reform,
2016).
Organization of this Study
This study is organized into five chapters. Chapter 1 is the introduction to the study. The
chapter includes a background of the study, a statement of the problem, purpose of the study,
research questions, significance of the study, limitations, delimitations, assumptions, theoretical
framework, definition of terms, organization of the study, and a summary.
Chapter 2 consists of a review of literature as it relates to Professional Development
school organizational factors/outcomes, the intersections of competing values framework (CVF)
and related theories in business, organizational, and school effectiveness, and the primary
supporting theory (CVF) that frames this research.
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Chapter 3 focuses on the proposed methodology. To analyze the data, the study provides
a description of the data, research instrument, reliability/validity procedures, and data analysis.
Chapter 4 presents an analysis of the data and findings of the study. The chapter is
divided into the following sections: study design, sample of participants and demographics, and
findings to research questions.
Chapter 5 includes the following: the discussion and implications of the findings, the
relationship of the study to prior research, implications of limitations, recommendations for
practice, recommendations for future research, and a conclusion.
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Chapter 2
Literature Review
This chapter is presented in sections that provide an overview of empirical studies that
relate the quality of Professional Development and school working conditions, the intersections
of Professional Development and related theories in organizational and school effectiveness, and
the primary supporting teacher and student learning.
Quality Professional Development and Retention Intentions
There is abundant theoretical and empirical literature exploring the economics and
sociology of teacher retention. Quantitative synthesis of anecdotal evidence shows that building
strong Professional Development experiences may improve retention of beginning teachers
(Theobald and Michael, 2002), reduce turnover of all teachers (Ingersoll and Smith, 2003; 2004)
and improve teaching practice (Odden, 2004). As Tyack and Cuban (1995) and Fullan (2011)
note, the main problem in the school system is not the lack of innovation, but rather too many
disconnected, episodic, fragmented, and piecemeal approaches to improve teacher practice
through various forms of professional support. To date, several studies have explored issues
related to teacher turnover, retention, and mobility across different types of schools. One strand
of research uncovers important associations between teachers’ decisions to stay or leave and
organizational/contextual factors (Loeb et al., 2005), including mentoring programs (Smith &
Ingersoll, 2004). For example, Smith & Ingersoll (2004) suggest that new teachers are more
likely to remain in their schools of origin when they are mentored by teachers in their subject
areas. These studies have provided valuable insight into the factors that shape teachers’ career
decisions, allowing administrators and educators to identify, engage and nurture organizational
11

elements that are relevant to teachers’ career intentions. Retention intention has been related to
trust, satisfaction, and commitment. In addition, retention intention may have considerable
influence on their behavior in organizations and thus could have implications for organizational
effectiveness. For example, Johnson and Birkeland’s (2003) longitudinal study found that
teachers’ decision to stay in a school or in the profession is contingent upon the level of staff and
administrative support, availability of resources, support with classroom management, student
learning and being provided a reduced workload. Unfortunately, there remains a paucity of
research that sheds light on the relationship between school organizational factors such as quality
Professional Development and teachers’ career intentions.
Quality Professional Development and Student Achievement
Prior research suggests that student achievement and methods for classroom instruction
may only be enhanced with the help of implementing Professional Development programs for
teachers (Ball & Cohen, 1999; Cohen & Hill, 2000; Little, 1993). For example, the two-year
Measures of Effectiveness (MET) Project, an effort to rigorously develop and test multiple
measures of teachers’ value-added scores, has been credited with the use of digital videos for
self-reflection, feedback from peers, and tracking professional growth. In Johnson County,
Tennessee, the public schools that participated in the Using Data Project's Professional
Development program, handled by the Technical Education Research Center (TERC), have
raised the percentage of free and reduced lunch students scoring proficient from 36% to 74 %
(Love et al., 2008). As well, Black and White (1998) reported a meta-analysis that obtained a
mean effect size of 0.92 for studies in which teachers incorporated data-driven instructional and
Professional Development practices (Fuchs & Fuchs, 1986). Research also indicates that teachers
who are supported by instructional coaches/mentors (including additional compensation) are
12

more likely to implement effective instructional strategies. For example, Sally Hudson's (2010)
statistical analysis of the Teacher Advancement Program (TAP), a school-based intervention that
offers Professional Development resources and performance-based compensation, shows that
students in TAP schools outperform students in comparison schools by roughly 0.15 standard
deviations in Mathematics. The change was not that significant.
School Working Conditions
A number of studies have documented the importance of school working conditions,
which includes administrative supports, values, and expectations of students, teachers, and
administrators (Ma, Ma, & Bradley, 2008). Making sense of the manner in which administrators
and teachers perceive school working conditions is significant not only because of their status as
critical actors in the school, but also because their beliefs have implications for teaching/learning
and overall teacher satisfaction and retention. Early work that explored this issue included the
essential factors of effective schools but more recent research has begun to turn these factors into
more generalized school organizational factors, such as school climate, challenging curriculum,
and instruction and professional community/capacity (Williams, 2003; Bryk et al., 2009). This
research builds on previous body of work on the organization and restructuring of schools, which
seeks to develop a comprehensive and integrated theory of the embedded contexts of support
needed to sustain continuous school improvement (Bryk et al., 2009; Newmann &Wehlege,
1995). Donaldson & Johnson (2010), conducted research in conjunction with school working
conditions and support with teachers of low income schools. Within this larger framework, a
school-based Professional Development experience is conceptualized as a set of organizational
arrangements necessary to promote quality Professional Development and related improvements
required to advance teachers' experiences.
13

Organizational Culture
Fueled by Rutter, Maughan, & Ouston’s (1979) seminal work on secondary school
characteristics and student success, greater emphasis and attention has been placed on the ethos
of the school as a determinant of student achievement. Rutter continues by describing
components of the school's ethos to include elements of patterns of behaviors, social and
professional interactions, and the school's belief and value system. While the literature does
provide evidence for the positive influence of a shared culture, very little research addresses the
prescriptive and holistic nature of organizational culture effectiveness as applied in school
settings.
Quinn (1988) stated that culture could be thought of as the expression of the most
important principles of an organization. The study of organizational culture has become one of
the most major domains of organizational research, and some scholars contend that it has
become the single most influential line of research in the field, eclipsing studies of other
organizational issues such as formal structure, organization-environment research, and
bureaucracy (Ouchi & Wilkins, 1985; Owens, 1998).
Organizational culture has been defined as a "pattern of basic assumptions invented,
discovered or developed by a given group as it learns to cope with its problems of external and
internal integration that has worked well enough to be considered valid and therefore, to be
taught to members as the correct way to perceive, think, and feel in relation to those problem"
(Schein, 1985, p. 9). Many scholars have identified a variety of dimensions related to the term
culture. These dimensions are important because they serve as a base upon which theories may
be built in the future (Cameron & Ettington, 1988; Cameron and Quinn, 1999). Examples of the
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various dimensions proposed by culture researchers include the flexibility/control focus
dimension, the internal/external focus dimension, the long-term/fast change focus dimension,
and the incremental/new change focus dimension. Various authors have developed categories
that help identify the different frameworks individuals utilize when organizing assumptions,
interpretations, and values related to culture (Cameron & Ettington, 1988; Cameron & Quinn,
1999). One of these frameworks was originally developed by Quinn & Rohrbaugh (1983) in the
development of a model of organizational culture effectiveness called the Competing Values
Framework (CVF). The framework may be utilized as a strategic tool not only to develop
effective goals and objectives that directly address quality Professional Development experiences
but it may also be used to aid schools in diagnosing their current or desired culture vis-à-vis
other school-wide outcomes (i.e.,. teacher satisfaction, retention and academic achievement.
This study argues that the various dimensions proposed by culture researchers are in turn
supported by a set of facilitating conditions that fall into the broad categories of supportive
structural features of schools such as quality Professional Development. If in fact a particular
kind of organizational arrangement yields to support school improvement efforts as
hypothesized, it will be important to understand what quality Professional Development
experience supports the development of that capacity. As noted below, this research proposal’s
emphasis on the competing values framework (CVF) complements the study of organizational
culture effectiveness and related organizational theories that point out the importance of
organizational effectiveness to the culture and climate of schools.
Competing Values Framework (CVF)
The Competing Values Framework (CVF) views the assessment of organizational
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effectiveness as an exercise grounded in eight goals, roles and functions, namely: mentor,
facilitator, broker, innovator, monitor, coordinator, director, and producer (Quinn & Rohrbaugh
1983). These roles are based upon four dimensions representing competing organizational
values, assumptions and orientations namely: individuality/flexibility versus stability/control (top
and bottom), internal guidance versus external focus (left and right), fast change versus longterm change (lower right and upper left), and new change versus incremental change (upper right
and lower left). The CVF creates four quadrants on the organizational level. The quadrants are
labeled rational goal, internal process, open system and human relations. In order to analyze the
culture/climate, the CVF labels each of the four quadrants by its dominant characteristic. The
four types of culture/climate that result from this setting are called Clan, Hierarchy, Adhocracy,
and Market.
The Rational Goal quadrant (Quadrant 1) emphasizes productivity, performance, goal
fulfillment and achievement (Cameron, 2005). It stresses control and has an external orientation.
The premise is that a clear direction leads to growth and achievement. The purpose of schools
with emphases on the rational goal tends to be the pursuit and attainment of well-defined
objectives. Because of this quadrant's focus on considerations of the "bottom line,” the
culture/climate animating it is most often described in economic terms, as that of the "market"
(Cameron & Quinn, 1999). Value drivers in a market culture are market share, goal achievement,
and profitability. Effectiveness criteria measured using the TELL survey are production and
direction item scales.
The Internal Process goal quadrant (Quadrant 2) emphasizes measurement, internal
efficiency, documentation, uniformity, information management, coordination and evaluation
(Cameron, Quinn, DeGraf & Thakor, 2014). The organization sets up "monitoring" mechanisms
16

to ensure that all of its parts work dependably and in a timely manner. The organizational norms
are associated with a hierarchy culture/climate. Value drivers in a hierarchy culture are
efficiency, timeliness, consistency, and uniformity. The effectiveness criteria are continuity and
stability, based on the premise that clear definition of procedures and practices guarantees
stability. The purpose of schools with emphasis on the internal process goal is on maintaining
stability and implementing rules and regulations. Teachers are given well-defined roles and are
expected to follow rules that outline what they do. Effectiveness criteria measured using the
TELL survey are coordination and monitoring item scales.
The Human Relations quadrant (Quadrant 3) emphasizes cohesiveness, trust, morale,
participation, and human resource development, implying that commitment will contribute to
effort (Cameron & Quinn, 1999). It stresses flexibility, and is internally oriented. The
organizational norms are associated with a clan culture/climate. Value drivers in a clan culture
are commitment, communication and development. The purpose of schools with emphases on
the human relations goal tends to be on human resources and training. Teachers tend to be
participative, considerate, and supportive, and they facilitate interaction through teamwork and
mentoring. Effectiveness criteria measured using the TELL survey are facilitation and mentoring
item scales.
Finally, the Open Systems goal quadrant (Quadrant 4) maintains a primary focus on
external support, growth, resource acquisition and adaptation to the external environment
(Cameron & Quinn, 2011). It emphasizes flexibility/change, and is externally oriented. Quinn
refers to the climate/culture of Quadrant 4 as "adhocratic" in nature. Value drivers in an
adhocratic culture are innovative outputs, transformation and agility. The effectiveness criteria
are adaptability, readiness, growth, external support and resource acquisition. The purpose of
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schools with emphases on the open system goal tends to be on nurturing creativity and other
skills for innovation, while maintaining external legitimacy and obtaining external resources.
Here teachers foster improvements in teaching, learning, and assessment. Teachers are given
discretion and autonomy over their tasks and resources. Effectiveness criteria measured using the
TELL survey are innovation and brokering item scales.
Several assumptions underlie the Competing Values Framework (CVF). The Human
Relations and Open System quadrants share the value of flexibility; the Internal Process and
Rational Goal quadrants share an emphasis on control; the Human relations and Internal process
share the value of internal focus; the Open system and Rational goal have a common emphasis
on external focus. Conversely, the CVF has two polar opposites. The Rational Goal quadrant,
emphasizing control and external focus runs opposite to the Human Relations quadrant, which
stresses flexibility and Internal focus. The Internal Process quadrant, which is characterized by
control and internal focus, runs counter to the Open systems quadrant, which emphasizes
flexibility and external focus.
Table 1 elaborates on the nature and rationale for each of the CVF quadrants vis-à-vis the
relevant quality Professional Development experiences/features. In particular, it illustrates the
harmony between the TELL Tennessee Professional Development items and the Competing
Values Framework.
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Table 1
Alignment of TELL Tennessee Professional Development (PD) Items and the Competing Values
Framework Quadrants

The Competing Values Framework (CVF) takes a holistic, synergistic, and
comprehensive approach to Professional Development. The items in Quadrant 1 (Goal Oriented
quadrant) highlight the need for professional growth and development of teachers that could
occur in many ways (Desimone, 2009). Over the past few years, an increase in professional
learning communities (PLCs) has been seen in schools. PLCs may help teachers develop sound
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instructional practice and have a positive effect on student learning. While research and
practitioner literature repeatedly underscore the need for more schools to function as PLCs
(Newmann & Wehlage, 1995; Darling-Hammond, 1996; Hord, 1997; DuFour & Eaker, 1998;
Reyes, Scribner, & Paredes Scribner, 1999; Thiessen & Anderson, 1999), current practices that
enhance school improvement through professional learning are fragmented and do not establish
conditions for sustainability within schools. Formal and informal learning communities may
affect school improvement through Professional Development that is intended to improve
teachers' content knowledge (Desimone, 2009). In learning communities, teachers become part
of a collaborative culture with a shared responsibility for the growth and development of their
students (DuFour & Mattos, 2013). In traditional PD offerings, teachers spend less time as
participants, which leads to less time engaged in the learning of content, active learning and
coherence (Birman, Desimone, Porter, & Grant, 2000). The PD items in this quadrant, when used
with its true intent, are most effective for teacher and learner growth (Desimone, 2009; Guskey,
1991).
The items in Quadrant 2 (Internal Process quadrant) emphasize the need for Professional
Development that is driven by data, reflective practice, and communication/dialogue. Teachers
must see the PD’s connection to their school’s initiatives (data-driven), previous PD offerings,
and their own reflective practice (Birman et al., 2000) PD is more successful when it occurs over
a sustained period with more contact hours (thus more time points for data collection and
reflection). According to Louis, Kruse, and Bryk (1995), reflective practice is the bridge between
strategic instruction and improved practice in schools. It is important for teachers to question
basic assumptions they have about their learning practices, and in doing so, they have time to
learn, understand, and use the practices well enough to feel comfortable in their instruction

20

(Louis et al., 1995). Trent’s (2012) study shows that teachers may develop their repertoire of
skills through ongoing PD that allows them to take action into their learning through data
collection, reflective practice and communication. Additionally, a connection to reflective
teaching practices tied to classroom instruction has a positive impact on the outcomes of the
provided PD (Gonzalez & Darling-Hammond, 1997; Sherman, Kutner, Tibbetts, & Weidler,
2000; Smith, Hofer, Gillespie, Solomon, & Rowe, 2003). In traditional PD offerings, teachers
work with the content they teach through mandated PD, where a variety of strategies are
provided, often never to be discussed further; or teachers are not given the opportunity to use the
strategies and reflect on implementation (Gritter, 2000). There is a growing consensus between
scholars and practitioners that when PD occurs over a longer duration through reflective
dialogue, teacher participants gain a greater understanding of the content presented and are more
actively engaged through an extended practice time and discussion with their fellow teachers
(Orrill, 2006; Polly & Hannafin, 2011; Banilower et al., 2007). The PD items contained in this
quadrant are meant to support instructional growth and reflective practice.
The items in Quadrant 3 (Human Resource quadrant) focus on the need for Professional
Development that is ongoing, individualized, and involving feedback to refine teaching practices.
Teachers learn from their peers, work in teams, teach in teams, co-plan, collaborate, and learn via
mentoring by more experienced teachers are more valued than “one-shot” in-service sessions that
are ineffective. This quadrant substantiates theories that highlight the social nature of learning
and detail practices through which teachers observe one another's classrooms to promote
collegiality and support and to help ensure quality teaching for all students. This critical element
involves ongoing Professional Development support such as instructional coaching and peer
review. In peer coaching, teachers (two or more in a team) come together, share in conversations,
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and reflect on and/or refine their practice. Coaching fosters a culture of collaboration and trust in
addition to improving the level of implementation of new instructional techniques, academic
programs, and curriculum alignment between grades (Wong & Nicotera, 2003). Peer review
partners are experienced teacher(s) with new teachers who needs assistance. Teachers observe
each other's classrooms and share ideas, skills, and study materials, with the mentor providing
instructive feedback and recommendations to the novice or struggling teacher. Joyce & Showers
(2002) noted that teachers implement new learning at a much higher rate if they received follow
up coaching and support. Through more recent research Joyce and Showers (2002) noted that
instructional coaching in collaborative teams of teachers that provide the support and PLCs
necessary to advance classroom practice. Edwards (1995) studied 153 teachers involved in a
coaching model and found they had a deeper understanding of instructional practices.
Finally, the items in Quadrant 4 (Open Systems quadrant) highlights the importance of a
variety of internal and external conditions that are related to the use of time, resources, and
engagement practices in Professional Development. The use of time and resources pertains to the
duration of Professional Development, including the span of time over which the PD experience
takes place. If the organizational arrangements associated with Professional Development are to
have a lasting impact on school improvement, they must be sustained and developed over time
using adequate and relevant resources. Engagement practices refer to the degree to which the PD
experience emphasizes the collective participation of groups of teachers from the same school,
department, or grade level. In addition, Professional Development that engages family and
community members instead of remaining isolated from school stakeholders experience greater
levels of success (Hogue, 2012). In the words of Michael Fullan (2014), “A culture of
collaboration is the most powerful tool for improving what happens in classrooms and across
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districts. Collaboration requires a positive school climate – teachers need to feel respected and
listened to, school principals need to step back, and the tone has to be one of growth and
improvement, not degradation.” In the school, this means that teachers and parents push for ways
to create collaborative cultures and cultures of community-based and community-respected
accountability.
Battelle for Kids (BFK) and Competing Values Framework (CVF)
Battelle for Kids (BFK) is a nationally highly regarded organization dedicated to
collaborating with school systems and stakeholders. While conducting research on developing
a model, they wanted to investigate models outside the educational arena. In the mid-1980s,
Robert Quinn and John Rohrbaugh (1983) were intrigued by this question: Why are some
organizations, groups, and people more effective than others? After an extensive review of the
organizational literature, Quinn and Rohrbaugh also discovered that there were, in fact, many
different conceptions of what it means to be effective. To sort out and understand these
differences, Quinn and Rohrbaugh decided to conduct research on how organizational
researchers make sense of the concept of effectiveness. (Battelle for Kids, 2010). Battelle for
Kids has adapted and has acquired permission to use the following model:
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Table 2
The Battelle For Kids Connected Framework

(Battelle For Kids,2016).

National Staff Development Council
The National Staff Development Council (NSDC) has developed comprehensive
standards to address high quality Professional Development. These standards are used as a guide
for Professional Development programs across the country. According to Hirsh (2007), the
following standards are the keys to improving teacher and student learning:
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Context Standards


Learning Communities
Staff development that improves the learning of all students organizes adults into learning
communities whose goals are aligned with those of the school and district.



Leadership
Staff development that improves the learning of all students requires skillful school and
district leaders who guide continuous instructional improvement.



Resources
Staff development that improves the learning of all students requires resources to support
adult learning and collaboration.

Process Standards


Data-Driven
Staff development that improves the learning of all students uses disaggregated student
data to determine adult learning priorities, monitor progress, and help sustain continuous
improvement.



Evaluation
Staff development that improves the learning of all students uses multiple sources of
information to guide improvement and demonstrate its impact.



Research-Based
Staff development that improves the learning of all students prepares educators to apply
research to decision making.
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Design
Staff development that improves the learning of all students uses learning strategies
appropriate to the intended goal.



Learning
Staff development that improves the learning of all students applies knowledge about
human learning and change.



Collaboration
Staff development that improves the learning of all students provides educators with the
knowledge and skills to collaborate.

Content Standards


Equity
Staff development that improves the learning of all students prepares educators to
understand and appreciate all students; create safe, orderly and supportive learning
environments; and hold high expectations for their academic achievement.



Quality Teaching
Staff development that improves the learning of all students deepens educators' content
knowledge, provides them with research-based instructional strategies to assist students
in meeting rigorous academic standards, and prepares them to use various types of
classroom assessments appropriately.



Family Involvement
Staff development that improves the learning of all students provides educators with
knowledge and skills to involve families and other stakeholders appropriately.”
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Taken together, this study offers a heuristic thinking to help explain how a holistic,
multifaceted understanding of quality Professional Development may have a positive impact on
school effectiveness. Thus, this study seeks to examine whether there is a relationship between
teachers’ perceptions of the quality of Professional Development to which they have been
exposed (items selected based on the CVF profiles) and their general satisfaction with their
working conditions. The study also aggregates to the school level teachers’ perceptions of quality
of Professional Development and its impact on other school-wide outcomes such as teachers’
intention to stay at their jobs and student proficiency, over and above the influence of student,
school and teacher characteristics.
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Chapter 3
Methodology
The purpose of this study was to explore the relationships between educators’ perceptions
of the quality of Professional Development to which they have been exposed at their schools and
three indices of school effectiveness: namely, retention, satisfaction, and student proficiency in
basic subjects.
After a restatement of the research questions, the present chapter begins with an
explanation of the general methodology employed in this study—specifically, secondary analysis
of an existing set of survey data. Immediately following is a description of the Teaching,
Empowering, Leading, and Learning (TELL) Questionnaire from which these survey data were
derived and a discussion of that instrument’s psychometric properties. In the next section, an
outline is provided of the conditions under which the secondary data specific to this study were
collected, supplemented by tables that statistically describe the set of Tennessee educators whose
responses constitute the present dataset. Inclusive of a discussion of the source and meaning of
the control. Independent and dependent variables are employed in this study, the final section of
this chapter provides a statement of the analytic strategies to be employed in answering the
following research questions:
Research Question One: Over and above the influence of student and faculty
characteristics and the school’s status as a low, moderately, or high performing elementary or
secondary institution, is there a relationship between teachers’ perceptions of the quality of
Professional Development to which they have been exposed and their future professional
intentions as “stayers,” “movers,” or “leavers”?
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Research Question Two: Over and above the influence of student and faculty
characteristics and the school’s status as a low, moderately, or high performing elementary or
secondary institution, is there a relationship between teachers’ perceptions of the quality of
Professional Development to which they have been exposed and their general satisfaction with
their working conditions?
Research Question Three: Over and above the influence of student and faculty
characteristics is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and student proficiency in Reading and
Mathematics at the elementary level and Algebra and English at the secondary level?
The present chapter continues with an explanation of the general methodology employed
in this study—specifically, secondary analysis of an existing set of survey data. Immediately
following is a description of the Teaching, Empowering, Leading, and Learning (TELL)
Questionnaire from which the survey data was derived and a discussion of that instrument’s
psychometric properties. In the next section, an outline is provided of the conditions under which
the secondary data specific to this study was collected; supplemented by two tables that
statistically describe the set of Tennessee educators whose responses constitute the present
dataset. With a discussion of the source and meaning of the control group, independent and
dependent variables were also employed in this study. The final section of the chapter provides a
statement of the analytic strategies that will be utilized in answering the research questions
previously stated:
Overall Methodology
According to Tashakkori and Teddlie (1998), research is usually categorized in terms of
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its general methodology, as qualitative, quantitative, experimental, or non-experimental. When
employing a quantitative approach, questionnaires, tests, records, standardized observation
instruments, and existing data bases may serve as appropriate sources for data (Patton ,1997).
Common to the quantitative approach is the utilization of data from human samples and the
placing of that the data in predetermined categories for statistical analysis, the intended result
being an unbiased and objective interpretation of data (Creswell, 2008).
Drawing upon existing data sources, the researcher approached the five research
questions posed by this study quantitatively and non-experimentally, working in a mode of
inquiry commonly referred to as “analysis of secondary data” or more simply “secondary
analysis.” According to Hakim (1982), secondary data analysis may be defined as “further
analysis of an existing data-set which presents interpretations, conclusions, or knowledge
additional to, or different from, those presented in the first report on the data collection and its
results” (Hakim, 1982, p. 1). Using the above definition, the analysis listed below include:


Condensed reports (such as social area analysis based on selected social indicators)



More detailed reports (offering additional detail on the same topic)



Reports which focus on a particular sub-topic (such as unemployment) or social group
(such as ethnic minority)



Reports angled towards a particular policy issue or question



Analyses based on a conceptual framework or theory not applied to the original analysis



Re-analyses which take advantage of more sophisticated analytical techniques to test
hypotheses and answer questions in a more comprehensive and succinct manner than in
the original report. (Hakim, 1982, p. 1)
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While considering Hakim outlined, the present study would appear to lend itself to
secondary analysis in three requests. First, it focuses on a particular set of “subtopics” included
in the original study—namely, teachers’ perceptions of Professional Development, teachers’
professional plans, and teachers’ level of satisfaction with their working conditions—and
examines these three subtopics in relation to each other. Second, in merging these perceptual
data with student outcomes, the study enables additional study of how high quality Professional
Development might lead to higher levels of student achievement. Finally, going beyond a simple
description of questionnaire outcomes in terms of frequencies and percentages, as exemplified by
the state, district, and school-level TELL reports that have been published online, the present
study applies somewhat “more sophisticated analytical techniques to . . . answer questions”
(Hakim, p. 1) that were either not fully addressed or were unaddressed previously.
Instrument
Context and History
A review of the literature indicates that a wide variety of measures of the school
environment—whether conceived of under the aegis of “school climate,” “learning environment”
“teacher working conditions,” etc.—are in use. Witcher (1993) reviewed several of these
measures and found that those that resulted in the most reliable assessments were those that
generated information about multiple aspects of the school—including “an emphasis on
academics, an ambience of caring, a motivating curriculum, professional collegiality, and
closeness to parents and community.” According to Witcher (1993), these most reliable
instruments were also easy for respondents to understand, were appropriate to several levels of
schooling and possessed of adequate evidence of psychometric validity and reliability.
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A school climate instrument that is widely thought to meet these requirements is the
Teaching, Empowering, Leading and Learning Questionnaire (TELL). Originally developed in
2002 by the New Teacher Center (NTC), the instrument made its debut in North Carolina but
since then has been administered across 18 states to nearly 1.5 million educators (New Teacher
Center, 2016). Currently being implemented in six states and in three metropolitan school
districts, the TELL continues to provide information to both policymakers and practitioners
about the following eight research-based constructs:


Time—Available time to plan, to collaborate, to provide instruction, and to eliminate
barriers in order to maximize instructional time during the school day



Facilities and Resources—Availability of instructional, technology, office,
communication, and school resources to teachers



Community Support and Involvement—Community and parent/guardian
communication and influence in the school



Managing Student Conduct—Policies and practices to address student conduct issues
and ensure a safe school environment



Teacher Leadership—Teacher involvement in decisions that impact classroom and
school practices



School Leadership—The ability of school leadership to create trusting, supportive
environments and address teacher concerns



Professional Development—Availability and quality of learning opportunities for
educators to enhance their teaching



Instructional Practices and Support—Data and support available to teachers to
improve instruction and student learning. (TELL Tennessee Research Brief, 2013).
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In addition to information about these eight climate-related constructs and a modicum of
demographic data about the respondent (i.e., total years of teaching experience, number years at
the school, grades served by the respondents’ school), the TELL also provides some synoptic
indicators of the respondents’ level of satisfaction with the school with respect to an item
concerning the degree to which they find their school to be “overall . . . a good place to work and
learn” as well as an item about the respondents’ “immediate professional intentions.” These
professional intentions embrace such choices as to whether the respondent intends to remain at
his/her current school, to transfer to another school or district, or to leave the classroom for
another position, either administrative, non-administrative, or entirely outside of education.
Evidence of the Validity and Reliability of the TELL
Some degree of informal or prima facie evidence of the validity of the TELL instrument
seems inherent in the instrument’s longevity and widespread adoption. This sort of testimonial
evidence aside, however, resources provided on the TELL TN website not only chart the
evolution of the instrument’s “content validity” but also report on statistical analyses pertinent to
the reliability and “structural validity” of the eight research-based constructs alluded to
previously. As summarized in a Spring 2013 research brief published on the TELL TN website,
the items developed for the first iteration of the instrument originated in one part from a wideranging literature review of research on the role of working conditions on teacher dissatisfaction
and teacher mobility and in another part from School and Staffing Survey data. Over and above
these issues of “content validity,” the same research brief also points to studies done to establish
the instrument’s “structural validity.” Using data taken from 400,000 teachers from 5,000
schools in 12 states, Swanlund (2011) used a combination of factor analysis and “Rasch
measurement modeling” to examine the dimensionality of the instrument. In his analyses,
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Swanlund found more constructs (13) than the eight that the instrument purported to measure.
However, Swanlund went onto note that the additional constructs seemed also to fit comfortably
within the eight-construct framework, with the additional five clusters of items serving to refine
four of the original domains. When an early wave of TELL Tennessee data was analyzed using
an approach similar to Swanlund’s, the analyst identified 10 constructs, with the Facilities and
Resources construct and Instructional Practices and Support construct each splitting into two
subsets. In summary, all statistical analyses carried out on the TELL to date suggest that the
original instrument and its variants do in the main “measure what they purport to measure”
(Popham, 2017) but that more fine-grained conclusions may be drawn about specific groups of
items within two or three of the constructs.
Focus of the Present Study
Informed by the TELL’s precedent use in the legacy Memphis City Schools as an
element of the district’s partnership with the Gates Foundation, the Tennessee Department of
Education (TDOE) subsequently adopted the TELL as its measure of choice with respect to
school climate issues. Although the state has since moved on to a different instrument with
different purposes, the first statewide administration of the TELL occurred in 2011 and was
succeeded by a second statewide administration in 2013, this second administration providing
the bulk of the raw data on which this study depends.
Based on the strength of pilot studies conducted by University of Memphis Department
of Leadership students and faculty, the secondary data that this study was received directly from
the New Teacher Center and was grounded in observations related to the TELL’s Professional
Development construct. While items germane to Professional Development may, to some extent,
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be found in various sections of the TELL, those appearing in the section marked “Professional
Development” are the subject of this study and are as follows:
1. Sufficient resources are available for Professional Development in my school.
2. An appropriate amount of time is provided for Professional Development.
3. Professional Development offerings are data driven.
4. Professional learning opportunities are aligned with the school’s improvement
plan.
5. Professional Development is differentiated to meet the needs of individual
teachers.
6. Professional Development deepens teachers' content knowledge.
7. Professional Development provides teachers with strategies to involve families
and other community members as active partners in their children's education.
8. Teachers are encouraged to reflect on their own practice.
9. Follow up is provided from Professional Development in this school
10. Professional Development provides ongoing opportunities for teachers to work
with colleagues to refine teaching practices.
11. Professional Development is evaluated and results are communicated to teachers.
12. Professional Development enhances teachers' ability to implement instructional
strategies that meet diverse student learning needs.
13. Professional Development enhances teachers' abilities to help improve student
learning.
With teacher-level responses to these items aggregated to the level of the school, these
secondary data were subsequently merged with two other data sources published on the TDOE
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website: 1) those pertinent to the school’s institutional characteristics (percent minority students,
percent of students receiving free or reduced lunch, etc.); and 2) those pertinent to student
achievement outcomes (proficiency in Reading and Mathematics, end-of-course grades, NCE
scores, ACT scores).
Description of Sample- Focus of the Present Study and Description of Sample
Informed by the TELL’s precedent use in the legacy Memphis City Schools as an element of
the district’s partnership with the Gates Foundation, the Tennessee Department of Education
(TDOE) subsequently adopted the TELL as its measure of choice with respect to school climate
issues. Using school-and district level online reports derived from the second of two TELL
administrations sponsored by the TDOE, University of Memphis, Department of Leadership
students and faculty subsequently mounted a series of pilot studies that involved the
manipulation of the online TELL data and their merging with other TDOE school demographic
and student achievement information. When the New Teacher Center was made aware of these
efforts, they made available to the U of M Leadership students and faculty the entire TELL
Tennessee dataset for 2013. This dataset was populated with some 61,341 educators linked to
1668 educational institutions.
Demographic Characteristics of Sample: Individual Level
As Table 3 shows, about 44% of the 60,000 plus sample counted themselves as being
from elementary institutions, roughly equal proportions linked themselves to middle schools
(27.5%) and high schools (27.9%), and less than 1% indicated their connection to some “special”
educational site (0.5%). Absent about 2% of all respondents who did not declare what position
they occupied at their institution, nearly 90% of the respondents remaining indicated that they
were teachers (89.1%), about equal numbers listed themselves as either principals (1.8%) or
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assistant principals (2.0), and the rest as some “other” education professional. While about 2%
of the respondents also failed to indicate how long they had been an educator, slightly more than
45% indicated that their careers spanned 10 or fewer years (45.1%), while slightly fewer than
54% indicated that their careers exceeded 10 years (53.6%). With respect to school tenure, more
than half of the respondents noted that they had been at their current schools six or fewer years,
while a little less than half put their tenure at more than six years.
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Table 3
Demographic Characteristics of the Sample at the Individual Level (N = 61341

Characteristic

f

%

School Level
Elementary
High
Middle
Special

24185
15130
15039
279

44.3
27.7
27.5
0.5

Position
Teacher
Principal
Assistant Principal
Other Education Professional
Not Answered

54633
1107
1213
3199
1189

89.1
1.8
2.0
5.2
1.9

Years of Experience
First Year
2-3 Years
4-6 Years
7-10 Years
11-20 Years
20+ years
Not Answered

3552
5698
8051
9782
18412
14471
1375

5.8
9.3
13.1
15.9
30.0
23.6
2.2

Years at the School
First Year
2-3 Years
4-6 Years
7-10 Years
11-20 Years
20+ years
Not Answered

8392
10906
11799
10394
12194
5686
1970

13.7
17.8
19.2
16.9
19.9
9.3
3.2
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Demographic Characteristics of Sample: Institutional Level
When these data were aggregated to the school level and merged with additional
information obtained from the TDOE website, some 1425 institutions were found to have nonmissing values on the intake and outcome variables that were projected for use in this study. As
shown in Table 4, with respect to intake variables pertinent to students, TDOE statistics indicated
that on average slightly more than 60% of such students qualify for free and reduced lunch
(60.7%), a little more than one-quarter could be categorized as being non-White (26.6%), and
approximately 15% might be classified as subject to some sort of learning disability (14.6%). As
also shown in Table 4, with respect to intake variables pertinent to faculty, responses to TELL
items indicated that, on average, somewhat more than half of educators at these institutions
claimed more than 10 years of experience (55.8%) while a somewhat smaller proportion
indicated their having been employed at their present school more than six years (50.0%).
In terms of future professional intentions, Table 4 also reveals that almost 85% of all
TELL respondents indicated on average that they planned to keep working at their present
schools (84.6%), as contrasted with roughly 6% and 9% who respectively planned to “move” to
another district or school (5.9%) or to “leave” the classroom altogether (9.4%). Consistent with
these outcomes, next shown in Table 4 is that, on being asked whether their school “is a good
place to work and learn,” most educators on average selected the “agree” response (M = 3.16,
SD = 0.26), this choice denoting a rather high level of overall satisfaction with how their school
functions. A somewhat lower but still robust mean attends the summary judgement of all
respondents towards the quality of Professional Development at their schools (M = 3.0, SD =
0.23), with the means pertinent to school level separated only by one-tenth of a point.

39

Table 4
Demographic Characteristics of the Sample at the Institutional Level (N = 1425)

All
(N = 1425)

Elementary
(n = 693)

Secondary
(n = 732)

M

SD

M

SD

M

SD

Free Reduced Lunch (%)

60.7

21.24

62.5

23.18

59.0

19.09

Minority Students (%)

26.6

27.44

30.9

28.43

22.6

25.84

Students w/ Disabilities
(%)

14.6

4.98

15.6

4.71

13.6

5.04

Teachers w/ more than 10
Years' Experience (%)

55.8

13.25

56.4

13.96

55.3

12.52

Teachers w/ more than 6
Years' Tenure (%)

50.0

16.53

50.2

17.24

49.7

15.84

Respondents 'Staying' (%)

84.6

11.01

86.0

11.17

83.4

10.70

Respondents 'Moving' (%)

5.9

7.73

6.0

8.12

5.9

7.35

Respondents 'Leaving' (%)

9.4

6.79

8.0

6.33

10.7

6.96

Overall Satisfaction

3.2

0.26

3.2

0.27

3.1

0.25

Professional Development

3.0

0.23

3.0

0.23

2.9

0.22

Characteristic
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Student Proficiency in Basic Subjects and School Effectiveness Indices
In terms of the school’s functioning as an academic institution, a three-year school
performance index was constructed using the percent of students proficient and advanced in
Reading and Mathematics at the elementary level and in Algebra and English at the secondary
level. Averaging across these two percentages and then obtaining a frequency distribution of
these averages facilitated classification of both elementary and secondary schools relative to their
own school type as either “low performing” (at or below 25th percentile in student proficiency
and coded as “1”), “moderately performing” (between the 25th and 75th percentile in student
proficiency and coded as “2”), or “high performing” (at or above the 75th percentile and coded as
“3”). For statistics pertinent to these indices, see Table 5.
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Table 5
School Performance Indices Based on Student Proficiency in Basic Subjects/Courses

TDOE TCAP
Achievement Indices
2010-2013

Read Proficiency (%)
Math Proficiency (%)

TDOE EOC
Achievement Indices
2010-2013
Secondary (N = 289)

Performance Indices
2010-2013

All Schools
Elementary Only
Secondary Only

All
(N = 1191)

Elementary
(n = 693)

Middle
(n = 298)

M

SD

M

SD

M

SD

47.4
42.8

14.23
14.85

47.5
46.1

15.02
14.62

47.3
38.3

13.05
13.94

English
Proficiency
(%)
M
SD
60.0

13.64

Algebra
Proficiency
(%)
M
SD
49.0

14.88

ACT Composite
Score
M

SD

19.0

1.97

Low
Performing
(1)

Moderately
Performing
(2)

High
Performing
(3)

f

%

f

%

f

%

348
291
72

24.42
24.52
25.09

722
603
144

50.67
50.80
50.17

355
293
71

24.91
24.68
24.74
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Analyses
Hierarchical Multiple Regression will be the analytic strategy used to answer all three
research questions, with control and independent variables remaining the same from one analysis
to the next and only the dependent variable changing. For each analysis, the percentage of
students on free and reduced lunch, the percentage of minority (non-white) students, and the
percentage of students with disabilities will be entered in a first block. After noting the
percentage of variance explained for this block, a second block of control variables that includes
the percentage of teachers with more than ten years of experience and the percentage of teachers
with more than six years of tenure at the school will be entered.
After noting the percentage of variance explained for this second block, a block of school
status variables will be entered, including the school’s “level” as elementary or secondary and its
performance index relative to that level as “low,” “moderate,” or “high,” with the dependent
variables (this block to be deleted for questions involving student achievement). Finally, the
mean of respondents’ perceptions of the quality of Professional Development will be entered and
its statistical significance noted with respect to explaining the outcome, over and above the
contribution of the previous blocks of variables. Where statistical significance is observed, it
may be concluded that respondent perceptions of the quality of PD to some extent heighten or
detract from the outcome being examined, whether retention, satisfaction, or student
achievement. Where statistical significance is not observed, it may be concluded that perceptions
of PD bear no relation to these outcomes.
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Chapter 4
Results
The purpose of this study is to explore the relationships between educators’ perceptions
of the quality of Professional Development to which they have been exposed and three outcomes
related to school productivity—teacher retention, teacher satisfaction, and student proficiency in
basic skills. Deriving from this overall purpose are the more specific research questions that
follow:
Research Question One:
Over and above the influence of student and faculty characteristics and the school’s status
as a low, moderately, or high performing elementary or secondary institution, is there a
relationship between teachers’ perceptions of the quality of Professional Development to which
they have been exposed and their future professional intentions as “stayers,” “movers,” or
“leavers”?
Research Question Two:
Over and above the influence of student and faculty characteristics and the school’s status
as a low, moderately, or high performing elementary or secondary institution, is there a
relationship between teachers’ perceptions of the quality of Professional Development to which
they have been exposed and their general satisfaction with their working conditions?
Research Question Three:
Over and above the influence of student and faculty characteristics is there a relationship
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between teachers’ perceptions of the quality of Professional Development to which they have
been exposed and student proficiency in Reading and Mathematics at the elementary level and
Algebra and English at the secondary level?
The chapter opens with an inspection of the descriptive statistics underwriting the
multiple regression analyses employed to answer the three research questions. Accompanied by
brief discussions, summaries of the aforementioned multiple regression analyses are provided for
each research question in turn. A brief synopsis of what was learned from these analyses
concludes the chapter.
Descriptive Statistics
Inspection of the Zero-Order Correlation Matrix that summarizes the relationships
between the seven “control” variables employed in these analyses and the independent variable
(i.e., the mean computed from the TELL TN Professional Development items) suggests that,
without too much overlap, at least five of the seven are relevant to explaining variation in the
latter (see Table 6). With the exception of variables indexing faculty experience and tenure,
variables addressing student-oriented and institutional-oriented characteristics consistently
appear to be related to teachers’ empowerment as regards the perceived quality of Professional
Development.
With respect to this outcome, generally small but significantly positive correlations are
observed for the three student-oriented variables—percent of students on free and reduced lunch
(r = .09, p < .01), percent of minority students (r = .12, p < .01), percent of “LD” students (r
= .05, p < .05)—as well as for the school’s proficiency level (r = .07, p < .01). Also, statistically
significant is the school status as either elementary or secondary. The indication is that the
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perceived quality of Professional Development is higher at elementary rather than secondary
schools (r = -.25, p < .01).
When the six outcomes of interest in this study are examined in relation to the eight
control and independent variables previously discussed, all but a fraction of the 48 correlations
computed are observed to be statistically significant (see Table 7). Without controlling for other,
confounding influences, correlations with the perceived quality of Professional Development are
consistently positive for the percent of teachers “staying” (r = .31, p < .01), the level of teacher
satisfaction (r = .35 p < .01), and the percent of proficient students in basic subjects at the
elementary (r = .12 p < .01) and the secondary (r = .10, ns) levels.
Given the positive relationships between both the perceived quality of Professional
Development and the percent of teachers “staying,” it is perhaps unsurprising to observe that the
percent of teachers intending to “move” to another school or district or to “leave” the classroom
entirely are significantly negatively related to perceived PD quality. Inspection of the
correlations between the quality of Professional Development and teachers’ perceptions revealed
associations of equal strength between the percent of teachers “moving” to another school or
district (r = -.22, p < .01) and the percent of teachers “leaving” the classroom entirely (r = -.25, p
< .01).
Inspection of the correlations between the six outcome variables and the three studentoriented, two faculty-oriented, and two institutional-oriented variables included as “controls” for
exogenous influences revealed control variables involving students tending to depress the
outcomes and control variables involving faculty tending to enhance the outcomes. While
teachers “staying” appears to be more common at elementary schools (r = -.12, p < .01).and
46

teachers “leaving” more common at secondary institutions (r = .20, p < .01), higher school
proficiency levels seem consistently to promote greater teacher retention and teacher satisfaction
(r = .24, p < .01; r = .25, p < .01, respectively)
Assumption Checks for the Hierarchical Multiple Regression Analyses
For the six Hierarchical Multiple Regressions that were conducted to answer the research
questions, the statistical outcomes were strongly foreshadowed by the Zero-Order Correlations
previously discussed. In attempting to fit these six regression models to the data, procedures
outlined by Field (2013, p. 316) were followed to check for linearity and unusual cases and to
determine whether the statistical assumptions of homoscedasticity, normality, and independence
were tenable. With no violations of these assumptions observed, final regressions were
conducted with the answers to the questions as follows:
Research Question One:
Over and above the influence of student and faculty characteristics and the school’s status
as a low, moderately, or high performing elementary or secondary institution, is there a
relationship between teachers’ perceptions of the quality of Professional Development to which
they have been exposed and their future professional intentions as “stayers,” “movers,” or
“leavers”?

47

Table 6
Zero-Order Correlation Matrix Summarizing the Relationships between the Independent Variable and the Covariates (N = 1425)
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Table 7
Zero-Order Correlation Matrix Summarizing the Relationships between the Eight Covariates, the Independent Variable and the Six
Dependent Variables Employed in the Study
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Summary of Regression Analysis of Perceptions of Professional Development and
“Stayers”
Block One Outcomes: Student Demographic Variables
As presented in Table 8, the three student demographic variables included in Block One
collectively explain a statistically significant proportion of the variance in the percentage of
teachers “staying” at the school (F(3, 1421) = 78.74, p < .001, R2 = .14). Inspection of the block
statistics reveals the percent of minority students to have the largest beta weight and thus the
greatest importance among the student- oriented demographic variables in explaining the percent
of school “stayers,” ( = -0.34, t = -12.24, p < .001).

Block Two Outcomes: Faculty Demographic Variables
Over and above the student-related demographic variables, the addition of the two
faculty-oriented demographic variables in Block Two does not appear to improve the overall
“fit” of the model to the data but does nevertheless seem to explain a significant proportion of
variance in the percentage of “stayers” (F(2, 1419) = 35.96, p < .001, R2 = .18). While both
faculty-oriented demographic variables are statistically significantly related to teachers
“staying,” the mean percent of faculty with more than ten years’ experience appears to be less
important in this respect than the mean percent of faculty with more than ten years tenure ( =
0.07, t = 2.27 p = .023 compared to  = 0.17, t = 4.72, p < .001). The contributions of either of
the faculty-oriented variables, notwithstanding, it is still the percentage of minority students at
this point in the analysis that is the variable of greatest importance to explaining variation in the
percent of faculty “stayers” ( = -0.25, t = -8.31, p < .001).
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Block Three Outcome: Institutional Demographic Variables
As was the case with the addition of the two faculty-oriented demographic variables, the
overall “fit” of the model to the data does not seem to improve with the addition of the two
variables related to institutional demographics. Nevertheless, a statistically significant three
percent increase in the proportion of variance in the percentage of school “stayers” is explained
by the inclusion of these variables (F(2, 1417) = 25.27, p < .001, R2 = .21), this increase largely
owing to knowledge of the school’s status ( = -0.17, t = -6.76, p < .001) rather than the school’s
proficiency level ( = 0.04, t = 1.16, p = .245). Although the school’s status as an elementary
institution is an important predictor of the percent of teachers who intend to “stay” at the school,
status still runs a distant second to the percent of the student body who are of minority
background ( = -0.29, t = -9.51, p < .001). Given these two predictors and some knowledge of
the faculty’s disposition to stay in the profession generally ( = 0.07, t = 2.12 p = .034) and at
this school in particular ( = 0.15, t = 4.31, p = .001), the importance of the percentage of
students on free and reduced lunch would seem to wane as a predictor of teacher retention ( = 0.04, t = -1.08, p = 0.282).
Block Four Outcomes: Professional Development Scale Mean
In summary, the results of the analyses to this point, higher percentages of “stayers” may
be found at elementary schools with lower percentages of minority students and students with
disabilities. At these schools, there appear to be additional faculty with more than six years
tenure and more faculty tend to have more than ten years experience. Controlling for these
factors, links between the percent of school “stayers” and the percent of students on free and
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reduced lunch and links between the percent of school “stayers” and the school’s proficiency
level are not statistically significantly different from zero.
The addition of the Professional Development variable in Block Four does little to
contradict the findings of the previous three blocks. Rather, the addition of this variable not only
improves the general “fit” of the model to these data but also increases the proportion of variance
explained in the percent of school stayers by roughly 12% (F(8, 1415) = 82.18, p < .001, R2
= .32). Given the size of its beta weight, perceived quality of Professional Development is the
best predictor of “staying” in the model ( = 0.34, t = 14.76, p < .001), slightly exceeding the
importance of the percent of the student body who are of minority background ( = -0.32, t = 11.23, p < .001). It is also worth noting that the percent of students on free and reduced lunch
once more achieves the threshold for statistical significance, making school proficiency level the
only non-significant predictor of the percent of teachers choosing to “stay” at the school.
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Table 8
Hierarchical Regression Summary of Respondents’ Perceptions of the Quality of Professional
Development on the Percentage of School “Stayers” (N = 1425)
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Table 8 Continued

Summary of Regression Analysis of the Perceived Quality of Professional Development and
“Movers”
The results of the analysis pertinent to teachers “moving” to a different school or district
is the obverse of the analysis of their “staying” at the same school (see Table 9). As with teacher
retention, student demographic variables by themselves explain about 14% in the outcome:
teachers are more inclined to move from schools with higher percentages of students with
disabilities ( = 0.07, t = 2.54, p = .011), students on free and reduced lunch ( = 0.09 t = 3.01, p
= .003), and, above all, minority students ( = 0.33, t = 11.89, p < .000). Including the two
faculty-oriented variables in Block Two increases the proportion of variance explained in the
outcome by about 6%. To varying degrees, both faculty experience ( = -0.10 t = -3.11, p
= .002) and faculty tenure ( = -0.17, t = -4.93, p < .000) tend to discourage teachers moving,
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their impact serving to counterbalance to impact of student poverty and disability on encouraging
teachers moving.
While the inclusion of faculty-oriented variables seems to have a slightly larger impact
on the percent of teacher “movers” than on the percent of teacher “stayers,” the opposite would
seem to be true for the inclusion of institutional-oriented variables. As the Block Three statistics
show, neither the school’s status ( = 0.04 t = 1.69, p =.091) nor the school’s proficiency level (
= -0.05 t = -1.42, p =.156) are statistically significant predictors of the outcome. As a result, no
statistically significant change in the R2 is noted F(2, 1417) = 2.86, p = .058).
In Block Four, the impact of the perception of Professional Development on the percent
of teacher “movers” is unlikely to impact the variable, as the percent of teacher “stayers.” The
addition not only improves the general “fit” of the model to these data but also increases the
proportion of variance explained in the percent of school “movers” by a statistically significant
7% F(8, 1416) = 64.73, p < .001, R2 = .27). What may account for the difference in the
proportion of variance explained vis a vis “moving” as opposed to that for “staying” may reside
in non-significance of the school status variable ( = -0.02, t = -0.62, p = .538).
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Table 9
Hierarchical Regression Summary of Respondents’ Perceptions of the Quality of Professional
Development on the Percentage of School “Movers” (N = 1425)
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Table 9 Continued

Summary of Regression Analysis of Perceived Quality of Professional Development and
“Leavers”
While teachers “leaving” appears to be influenced by their perceptions of the quality of
Professional Development, the influence exercised appears to be much less than with teachers
“staying” and “moving” (compare with Table 10). Where the student-oriented variables in Block
One of the two previous regression explain about 14% of the variance in the outcomes, only
about 4% is explained in the regression that involves “leaving” (F(3, 1421) = 20.09, p < .001, R2
= .04), with the percent of minority students being the most influential factor ( = 0.18, t = 5.97,
p < .000).
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Inspection of the Block Two statistics indicates a statistically significant change in the
model R2 when the two faculty-oriented variables are included (F(2, 1419) = 3.48, p = .028, R2
= .05). However, neither the percent of faculty with more than ten years’ experience ( = -0.01, t
= -0.15, p = .881) nor the percent of faculty with more than six years tenure ( = -0.07, t = -1.93,
p = .054) are observed to be statistically significant predictors of the percent of teachers
permanently departing the classroom or the field of education completely. The marginality of the
influence that these two faculty-oriented variables exercise is underscored when the school status
variable is added to the model in Block Three (F(2, 1417) = 36.44, p < .001, R2 = .09). While the
inclusion of this variable increases the proportion of variance explained in “leaving” by roughly
4%, five of the other six variables are found not to be statistically significant. Remaining in this
array and of roughly equal importance in explaining teachers “leaving” are the percent of
minority students ( = 0.20, t = 6.02, p <.000), and the school’s status as a secondary institution
( = 0.23, t = 8.40, p < .000).
In the analysis of Block Four, the inclusion of perceived quality of Professional
Development variable not only improves the “fit” of the model to the data (F(8, 1417) = 29.71, p
< .001, R2 = .14) but also increases the proportion of variance explained in the percent of
teachers leaving by an additional 5%. As with the prior analysis involving teachers “moving,”
the Professional Development variable is a significant negative predictor of teachers “leaving” (
= -0.24, t = -9.23, p < .000), more than compensating for the influence of the percent of minority
students at the school ( = 0.22, t = 6.83, p < .000). Proficiency level notwithstanding, “leaving”
also appears to be more characteristic of secondary rather than elementary schools experience (
=0.18, t = 6.56, p < .001).

58

Taken into consideration the fact that “leaving” teachers are more likely to come from
secondary institutions with higher than usual percentages of minority students, school
demographic variables seem not to shed much light on why teachers leave the classroom or the
profession. At the same time, when the perceived quality of Professional Development trends
high, teachers “leaving” seems to be somewhat discouraged.
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Table 10
Hierarchical Regression Summary of Respondents’ Perceptions of the Quality of Professional
Development on the Percentage of School “Leavers” (N = 1425)
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Table 10 Continued

Research Question Two
Over and above the influence of student and faculty characteristics and the school’s status
as a low, moderately, or high performing elementary or secondary institution, is there a
relationship between teachers’ perceptions of the quality of Professional Development to which
they have been exposed and their general satisfaction with their working conditions?
Given that only one of the three student demographic variables, neither of the two faculty
demographic variables, and only one of the two institutional variables were found to be linked to
the outcome, the full regression model explains just 23% of the variance in teachers’ satisfaction
with the school as “a good place to work in learn” (see Table 11). Of that overall percentage,
more than half may be attributed to the perceived quality of Professional Development ( = 0.39,
t = 15.80, p < .001), with the demographic variables related to students running very distant
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second- and third-places. Here, higher levels of satisfaction were observed at schools with fewer
students on free and free and reduced lunch ( = -0.11, t = -3.09, p = .002) and fewer minority
students ( = -0.22, t = -7.30, p < .001). Interestingly, neither higher levels of student proficiency
( = 0.03 t = 0.99, p = .321) nor the school’s status as elementary or secondary ( = 0.01 t =
0.21, p = .838) predict teacher satisfaction once the perceived quality of Professional
Development was added to the model’s fourth and final block.
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Table 11
Hierarchical Regression Summary of Respondents’ Perceptions of Professional Development on
their Overall Satisfaction with the School (N = 1425)
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Table 11 Continued

Research Question Three:
Over and above the influence of student and faculty characteristics is there a relationship
between teachers’ perceptions of the quality of Professional Development to which they have
been exposed and student proficiency in Reading and Mathematics at the elementary level and
Algebra and English at the secondary level?
At both school levels, a higher perceived quality of Professional Development is
associated with higher percentages of students proficient in basic skills, but the association is
relatively weak. At the elementary level (see Table 12), the percent of students on free and
reduced lunch ( = -0.75, t = -37.98, p < .001) and the percent of minority students ( = -0.12, t
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= -6.08, p < .001) account for some 67% of the variance in student proficiency scores (F(3,
1183) = 799.25, p < .001, R2 = .67). While the percent of faculty with more than ten years’
experience seems not to be linked to the outcome ( = -0.01, t = -0.42, p = .674), adding the
faculty tenure variable appears to increase the proportion of variance explained by a little less
than one percent ( = 0.08, t = 3.42, p = .001). In the last block, including the quality of
Professional Development variable may be seen to result in no improvement in the overall “fit”
of the model to the data but in a significant 3% change in the proportion of variance explained
F(2, 1180) = 91.16, p < .001, R2 = .70), nevertheless. Over and above the student and faculty
demographic “control”: variables, thus does elementary student proficiency appear to be
statistically significantly linked ( = 0.15, t = 9.55, p < .001).
As with the elementary school analyses, student proficiency at the secondary level
appears to be largely a function of student demographics (see Table 13). A regression model that
includes the percent of students on free and reduced lunch ( = -0.63, t = -15.62, p < .001), the
percent of minority students ( = -0.22, t = -5.55, p < .001), and the percent of students with
disabilities ( = -0.17, t = -4.48, p < .001) explains some 63% of the variance in student
proficiency scores (F(3, 283) = 160.70, p < .001, R2 = .63). Adding the two faculty-oriented
variables in a second block results in a significant change in the proportion of variance explained
(F(2, 281) = 5.71, p = .004, R2 = .65) but neither the faculty experience variable lunch ( = 0.06,
t = 1.29, p = .198) nor the faculty tenure variable ( = 0.08, t = 1.60, p = .111) prove to be
statistically significantly related to the outcome. Increasing the proportion of variance explained
by an additional percent, the teacher-perceived quality is weakly but significantly related to the
students’ high school performance in basic Algebra and English courses, as evidenced by both
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the block statistics (F(1, 280) = 11.74, p = .001, R2 = .66) and the statistics for Professional
Development variable itself ( = 0.12, t = 3.43, p = .001).
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Table 12
Hierarchical Regression Summary of Respondents’ Perceptions of Professional Development on
the Percent of Elementary Students Proficient in Reading and Mathematics (N= 1187)
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Table 13
Hierarchical Regression Summary of Respondents’ Perceptions of Professional Development on
the Percent of Secondary Students Proficient in English II and Algebra I (N= 287)
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Summary
The teacher-perceived quality of Professional Development appears to make a substantial
contribution to teachers “staying” on the job, rather than moving to another school or school
district. The teacher-perceived quality of Professional Development is also linked to teachers
finding their school overall “a good place to work and learn,” but the association is less robust.
Once student demographic characteristics have been statistically controlled for, an association
between the teacher-perceived quality of Professional Development and student proficiency may
also be observed but the relationship is at best slight regardless of school level.
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Chapter 5
Discussion
Introduction and Overview
Understanding school achievement and teacher satisfaction along with their future
professional intentions is important for tailoring Professional Development offerings on
individual and school factors. Continuing Professional Development experiences is essential to
educational organizations in Tennessee. However, before accurately identifying teachers’
Professional Development needs and whether teachers may be satisfied and attracted to stay in
their jobs, organizational climate and culture must be conducive for teaching and learning to
occur. Therefore, working conditions play a major role in the possible interrelationships among
high-quality Professional Development, school achievement, teacher satisfaction and their future
professional intentions. Over the years, several researchers have attempted to pinpoint the
antecedents to high quality Professional Development provision, school achievement, and
interpersonal relations. As Battle for Kids (2010) and others have found, paradoxical
combinations of goals and values are often found in schools. Especially as it speaks to
"mastering the paradoxes and competing demands of high performance" (Quinn, 1988), the CVF
approach may be of particular benefit to educators.
The purpose of this study was to explore the relationships between educators’ perceptions
of the quality of Professional Development to which they have been exposed at their schools and
the three outcome measures of organizational (school) effectiveness namely, retention,
satisfaction, and school academic performance in core subjects. The Competing Values
Framework (CVF) was an ideal conceptual framework for examining these relationships because
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it provided a means for testing the impact and importance of a holistic approach to Professional
Development on varied measures of school culture and climate.
This study is guided by the following research questions:
Research Question One: Over and above the influence of student and faculty characteristics
and the school’s status as a low, moderately, or high performing elementary or secondary
institution, is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and their future professional intentions as
“stayers,” “movers,” or “leavers”?
Research Question Two: Over and above the influence of student and faculty characteristics
and the school’s status as a low, moderately, or high performing elementary or secondary
institution, is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and their general satisfaction with their working
conditions?
Research Question Three: Over and above the influence of student and faculty
characteristics is there a relationship between teachers’ perceptions of the quality of Professional
Development to which they have been exposed and student proficiency in Reading and
Mathematics at the elementary level and Algebra and English at the secondary level?
Statistical Analysis of the Data
Control Variables (Student, Faculty, and Institutional Demographics)
The significant impact of control variables such as student demographics, faculty
attributes and school characteristics are similar to previous turnover studies in that schools with a
high percentage of historically disadvantaged student sub-group (i.e., low-income students) had a
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significant negative effect on different patterns of teacher movement/mobility (i.e.,
transferring/moving and leaving). Student demographics also had significant negative impact on
school performance as observed through Reading and Math NCE scores and student proficiency.
It had been established in prior studies that one of the most influential factors of academic
performance is a school’s student demographics, which was affirmed by Sirin’s (2005) metaanalysis of 74 studies focusing on the relationship between socio-economic status and academic
achievement. Schools with a high socio-economic status exhibit a pattern of producing higher
average scores than schools with low level socio-economic status. Of all the control variables
considered in this study, the percentage of free and reduced lunch students and student minorities
had the strongest negative influence on the three outcomes related to school productivity—
teacher retention, teacher satisfaction, and student proficiency in basic skills. Among teacher
characteristics, faculty tenure and experience had a mixed impact on school productivity —
significant impact on teachers’ intent to stay or move but no impact on student proficiency,
teacher satisfaction, and teacher intent to leave the job.
Summary –Research Question One
The findings from this research revealed that there is a relationship between Professional
Development and whether or not teachers were identified as “movers”, “stayers”, “leavers”
within the elementary and secondary schools. If teachers perceive Professional Development as
positive, they were more likely to remain at the school. This result implied that low teacher
turnover and mobility and reduced teacher recruiting costs for schools.
Prior research from Smith & Ingersoll (2004) suggested that teachers were more likely to
remain in their schools of origin when Professional Development offerings were tailored to
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understanding interpersonal relationships and teachers’ career intentions. Recent studies on
teacher turnover and mobility have provided valuable insights into the factors that shape
teachers’ career decisions, allowing administrators and educators to identify, engage, and nurture
organizational elements (holistic’ Professional Development approaches) that were relevant to
teachers’ career intentions. Retention intention have been related to trust, satisfaction, and
commitment. In addition, retention intention may have considerable influence on their behavior
in organizations and thus could have implications for understanding the important elements of
high-quality Professional Development (PD). For example, Johnson and Birkeland’s (2003)
longitudinal study found that teachers’ decision to stay in a school or in the profession is based
upon the level of staff and administrative support, support with classroom management,
collaborative planning and decision-making, and being provided a stress-free workload.
In terms of the CVF framework, the results were aligned with the Human Relations
quadrant (Quadrant 3) in that the quadrant emphasized cohesiveness, trust, morale, participation,
and human resource development (Cameron & Quinn, 1999), implying that Professional
Development opportunities in response to identified interpersonal needs will contribute to
teachers’ intent to remain in teaching, rather move to another school. The purpose of schools
emphases on the Human Relations goal tended to be on Human Resources and job-related
personalization. An emphasis on this quadrant could be used to assist in determining specific
Professional Development needs that are impactful on teachers’ future professional intentions as
stayers, movers, or leavers.
Summary –Research Question Two
The findings from this research revealed that there is a strong significant relationship
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between teachers’ perception of the quality of Professional Development and overall job
satisfaction, controlling for student demographics, teacher characteristics and school attributes as
confounding variables. The results implied that teachers’ insight into their Professional
Development is based on an organization building positive relationships (i.e., reciprocal trust and
respect). Teachers are bonded together through being supported, inspired and challenged. Prior
studies show that teachers are satisfied when the organization demonstrates that their well-being
is important, promote teacher development, and are concerned about impactful aspects of
teachers’ Professional Development. Correspondingly, schools must cultivate working
conditions and specific Professional Development needs that are conducive for teachers to
employ commitment, trust and satisfaction.
In terms of the CVF framework, the results are aligned with the Human Relations
quadrant (Quadrant 3) and the Open Systems quadrant (Quadrant 4). Both quadrants emphasized
readiness, growth, empowerment, support, cohesion, morale and human resources. An
organizational climate characterized by a flexibility focus and an external focus had been found
in the literature to impact teacher satisfaction, implying the importance of Professional
Development opportunities that is both professionally meaningful as well as personally
satisfying. For example, Ma & MacMillan (2001) claimed that indicators impacting teachers’ job
satisfaction may be categorized into three broad aspects: (a) teachers’ feelings of competence, (b)
administrative support, and (c) organizational culture. The idea of a Professional Development
climate, centered on the well-being of teachers as well as their higher order needs of
empowerment and personal development, could be used to assist in determining specific
Professional Development needs that are impactful on teachers’ overall job satisfaction.
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Summary –Research Question Three
The findings from this research also revealed that there is a profound relationship between
Professional Development and student achievement. The results confirmed findings from
previous studies related to the best practices of Professional Development based upon school
performance outcomes. Research related to this finding helped in understanding the
characteristics of Professional Development required to meet the high standards adopted by the
states and districts (Loucks-Horsley, et.al., 1998). For instance, Hiebert (1999) claims in his
research on teacher Professional Development that there are various positive aspects for linking
teacher PD and academic performance measures, such as continual association of teachers for
achieving mutual goals of improving students’ learning, developing skills for accessing
substitute methods, and providing critical attention towards building the instructional methods,
curriculum and enhancing students’ thinking. Zmunda and colleagues (2004) also asserted that
Professional Development needs to be developed by sharing a common goal and collecting
information to achieve this goal. The information gathered, for achieving the collective goal,
must be reviewed regularly to recognize any gaps between the real and expected (Elder, 2005).
Zmunda and colleagues (2004) further suggested that improvements must be recognized in order
to address the gap between the expected and the real. Once the information is reviewed to
achieve mutual goals and the gaps addressed, the Professional Development initiatives will act as
a bridge between where the teachers are now and where they are expected to be in order to meet
the high standards set by the states and districts. Zmunda and colleagues (2004) believed that
continual enhancement in learning activities depends upon a constant motivation to perform
better and not merely on a fixed notion of success. It is significant for the administrators and
teachers to realize that their skills are openly and indivisibly connected to the success of the
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school (Zmunda, et. al. 2004). (Semadeni, 2009), believed that Professional Development is the
key to school improvement.
In terms of the CVF framework, the results are aligned with the Rational Goal quadrant
(Quadrant 1) and the Internal Process quadrant (Quadrant 2). Both quadrants emphasized
performance, quality, and goal attainment. An organizational climate characterized by a control
focus and an internal focus have been found in the literature to impact school performance
outcomes, implying the importance of tailoring Professional Development offerings towards
building a culture of continuous school improvement. The idea of a Professional Development
climate, focused on establishing an effective culture of continuous improvement, could be used
to assist in determining effective PD that is based on professional performance.
In summation, the next sub-section restates the main research findings in relationship to
the literature and the contributions and implications the investigation makes to the theory:
1. Given the positive relationships between both the perceived quality of Professional
Development and the percent of teachers “staying,” it was perhaps unsurprising to
observe that the percent of teachers intending to “move” to another school or district or to
“leave” the classroom entirely were significantly negatively related to perceived PD
quality. This supported the Human Relations quadrant of the CVF.
2. Aside from the fact that “leaving” teachers are more likely to derive from secondary
institutions with higher than usual percentages of minority students, student demographic
characteristics do not seem to explain why teachers leave their job or profession entirely.
At the same time, when the perceived quality of Professional Development trends high,
teachers “leaving” seems to be somewhat attenuated. This favored the Human Relations
quadrant of the CVF.
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3. The teacher-perceived quality of Professional Development appeared to make a
substantial contribution to overall teacher satisfaction. This supported the Human
Relations quadrant (Quadrant 3) and the Open Systems quadrant (Quadrant 4) of the
CVF.
4. Finally, the teacher-perceived quality of Professional Development also appeared to
make a substantial contribution to school performance outcomes. This supported the
Rational Goals quadrant (Quadrant 1) and the Internal Process quadrant (Quadrant 2) of
the CVF.
Conclusion
Throughout this study, a better understanding of Professional Development and its
connection to three outcomes related to school productivity was pursued. Professional
Development is key to supporting reforms in elementary and middle schools (Love et al., 2008),
yet there is little empirical evidence upon which to base decisions of design or implementation.
To create excellent programs of Professional Development, it is necessary to build an empirical
knowledge base that tailors Professional Development offerings to varied school productivity
measures. Results from this study of the PD-related survey items from the TELL (Teaching,
Empowering, Leading and Learning) Tennessee Survey (2013) indicated a significant
relationship between teachers’ perceived quality of Professional Development and school
productivity measures. The CVF was a useful lens to examine Professional Development
holistically. Consequently, teachers should be stakeholders as well as, practitioners and the
following posits suggests what high-quality Professional Development opportunities that may
support:
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● Meaningful, relevant, and ongoing sessions that address the needs of teaching towards
improving student achievement.
● Having support for teachers during implementation to aid in specified challenges in the
changing classroom.
● Teachers should engage in the new approach, as well as be given the opportunity to
provide feedback through reflection.
● Modeling should be utilized to embrace the new concept.
● Coaching and collaboration should be utilized for the specific needs of that teacher.
● PDs should produce and impact on student learning.
● Professional Development should align with the needs of teacher learning to student
learning.
Implications for Practice
It is important that educators understand the importance high-quality and ‘holistic’
Professional Development opportunities when viewed through the lens of the CVF. The findings
of this study could lay the foundation for further investigation into Professional Development
opportunities (or needs) and the CVF profiles. Based on the findings, the following
recommendations are offered:
1). Schools should provide more sophisticated and collaborative approaches to PD
opportunities that emphasize relationship development (Human Relations) with colleagues.
2). Schools should tailor PD opportunities that enable teachers to cope with the demands
of the profession, thus enhancing teacher satisfaction and professional career intentions.
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3). Schools should determine specific Professional Development needs to enhance school
performance outcomes. Schools must also create a climate of nurturing Professional
Development that empowers and equips teachers to drive improvements in the context of the
demands of the teaching profession.
4.) Principals and learning coaches of schools with a high population of student with
disabilities, free and reduced lunch, and minority students should develop a Professional
Development plan that specially addresses the management and needs of the three subgroups.

Suggestions for Further Research
While this study covered many variables that are relevant to teachers' perceptions of the
quality of Professional Development, there are others that were not included in the study due to
the data limitations. The following are suggestions for future work related to this study:
1) Research from other states that are diverse would provide a different sample that
could be triangulated to find correlations among the states.
2) Other aspects of Professional Development should be investigated. This research
focused on overall Professional Development within schools, but future studies could
harvest more details about prescriptive PD, resources, and time spent in high quality
Professional Development.
3) This same study could be replicated using the modified CVF model created in this
study. Using an instrument with high reliability and validity on the quadrant measures
could be valuable for future studies.
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4) The same questions could be asked using qualitative methods of data collection, such

as interviewing, observation, and document analysis. Teachers would have an
opportunity to be more expressive and detailed compared to the limitations of a
questionnaire. Using a qualitative approach could provide answers to why teachers
answered the way they did.
5) This study could be modified in examining the race and ethnicity of the teachers that are
employed at schools with a high population of student with disabilities, free and reduced
lunch, and minority students in urban and rural schools.
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